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Abstract

This investigation explored if and how direct instruction on goal-setting and working
toward a goal over a four-week period impacted the number of activities students independently
completed in class. The amount of math and language work completed and the way the
participants felt about their ability to manage their time and goals were measured and evaluated.
The study took place at a diverse elementary school in the Midwest. The classroom involved is
the only Montessori lower elementary classroom in the district. The 26 students were ages 6-9 at
the time of the study. Students were taught how to set a goal and work toward that goal. They
also planned for challenges and how to overcome those challenges. Students checked in with
their teacher and peers daily to reflect and report how focused they were in regards to achieving
the goal they set. Students were observed, data was collected about the type and amount of work
completed, students were rated by a peer accountability partner daily, and students completed a
pre and post-self-assessment about setting goals and how competent they felt in doing so. The
results of the study showed that while the amount of work did not increase, students reported
feeling more confident in their ability to set goals and use strategies to stay on task and on-task
behavior increased. Direct instruction in goal setting enabled students to feel more confident in
selecting a goal and working toward it. They gained tools for staying focused during work times.
They were able to use these tools to be on task more frequently than before the intervention.
Teachers may want to choose to include direct goal setting in their practice. Further studies may
want to track data for a longer period of time to see if work output also would increase.
Keywords: goal-setting, elementary, Montessori
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A Montessori elementary environment is a place that couples academic rigor with social
expectations for children. Some expectations include moving through a learning space without
disrupting others, focusing on work, working in small groups without an adult, sharing resources,
and being mindful of how one’s actions affect others. These social expectations put the
responsibility on each individual child to make a variety of choices throughout their day in order
to complete tasks that will best support their academic development. Children can choose where
to work in the classroom and if they would like to work in groups, with partners, or by
themselves. Students decide which activity to engage in based on their interests. Because
students are working on different activities in different areas of the curriculum in different places
in the classroom, the classroom becomes a busy place. There is purposeful activity all around,
made possible by what Dr. Montessori referred to as normalization, the process by which
children successfully navigate the classroom and their own work for long periods of time
(Lillard, 2016). Because students are in charge of choosing which learning activities they will be
doing, it is helpful for them to have an idea of what they are working toward and how they will
get there. Children need to have a path for their passion.
Students are expected to set short-term goals for the day and work toward meeting those
goals by completing self-chosen tasks. After students write down three works they have decided
to complete, they check their list with my assistant or myself before they begin their first work.
A form of this expectation does happen for nearly all of my students with varying degrees of
success. I have observed many different versions of what may be considered off-task behavior
(playing instead of working, misusing materials, engaging in unapproved or destructive
activities, interrupting others and preventing other children from completing their work, etc.),
which leads to students not meeting their short-term goals by completing their work. Students
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may work with limited efficiency or spend a great deal of their time socializing with other
students. They may complete or work on other tasks that were not a part of the agreed-upon
goals for the day, or not take the proper steps to overcome a learning obstacle (such as asking a
peer for help or checking classroom resources).
My students are a diverse group from the Midwest. Our Montessori classroom
environment is a part of a traditional public school district. My 26 students are 6-9 years old. The
classroom has roughly 35% of students who qualify for free or reduced lunch and is 40%
children of color. Parents and guardians must apply for their children to be enrolled in the
program. 1
While the lower elementary Montessori environment certainly provided the opportunity
to set goals daily and to pursue them, I found that my students lacked clarity in how to move
from these short, daily goals to completing larger more long term goals. I was also noticing a
lack of interest in these goals once they were written down as if the children were simply getting
the task out of the way before moving on with their day with no real thought about going back to
those goals. I felt that more direct instruction about goals, how to create a goal, and how to work
toward meeting that goal, would benefit my students. While there is a great deal written about
allowing students choice in a Montessori environment, there is also room for further research on
goal setting more specifically, and how teaching these skills can enable children to have more
focused, structured, and fulfilling work cycles. The aim of this research is to provide the children
with the skills of goal setting and the ability to meet goals while also increasing their love of
learning, productivity, and abilities.

1

With respect to modern grammatical rules and to my students’ own diversity, I will be using
singular they throughout this paper.
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Theoretical Framework

In a Montessori environment, children navigate the classroom and choose their own work
for long periods of time. This aligns with the theory of self-regulated learning. Shunk and
Zimmerman (2012) described self-regulated learning as the process by which a student
independently maintains a mental and behavioral focus in order to complete an academic task.
Roebers (2017) expanded this definition to include a greater variety of situations such as learning
in a formal academic setting, social interactions, and behaviors related to health and wellness.
This broader definition encompasses a whole-child approach. Roebers (2017) emphasized that
self-regulation grows from a loop of continuous feedback and stimulus related to performance.
This feedback could be social-emotional, cognitive, or biological. Bagby and Sulak (2011)
suggested it is a combination of individual skills that cause a learner to be successful, especially
in the Montessori environment, such as the metacognitive skills of organizing and planning
These skills are required if a student is to use the process of self-regulation in order to meet a
goal.
Research suggests that self-regulated learning can produce positive outcomes for students
(Bagby, Diaz, Howell, Sukak & Thompson, 2013; Blaire & Razza, 2007; deFur, Korinek, 2016;
Karbach & Titz, 2014 Roebers, 2017). Through this lens, I hope to better support my students as
they work to develop the self-regulatory skills required to create meaningful goals, work toward
their goals, and reflect on short-term goals. Children will not be able to meet their goals if they
are unable or unwilling to regulate their behavior and attention choices.
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Review of Literature

Within the Montessori learning environment students achieve their natural state of
normalization (Montessori, 2013). Normalization refers to children’s capacity to utilize
predispositions and abilities they were born with to develop to their highest academic, social, and
emotional potential. Students are expected to set short-term goals for the day and work toward
meeting those goals by completing self-chosen tasks (Lillard, 2016). Children do not misbehave
but deviate from this natural state of normalization (Knestrict, 2015). Normalization is
influenced by executive functioning skills (Bagby, Diaz, Howell, Sukak, & Thompson, 2013).
Improving a child’s executive functioning skills may also improve the child’s state of
normalization.
Executive functions are mechanisms within the brain, which lay most dominantly within
the prefrontal cortex, which controls a person’s thoughts and actions (Anderson, 2002;
Friendman & Miake, 2012). Executive function supports goal-directed learning and behavior
(Barker et al., 2014). There are many skills dependent on executive functioning skills. Most
executive functions stem from inhibition, which leads to self-regulation, cognitive flexibility, and
working memory (Diamond, 2012). From these three main branches of executive function come
a wide variety of other skills, including but not limited to: self-control, sustaining attention, goal
setting, organizing, planning, detecting and correcting errors, and utilizing feedback (Anderson,
2002; Bagby & Sulak, 2018; Roebers, 2017). These skills are essential in a Montessori
environment where children are primarily responsible for their learning.
Children’s executive function skills have a significant impact on their learning. Research
has indicated that executive functions can predict a child’s performance in school even more so
than intelligence (Karbach & Titz, 2013; Roebers, 2017). For educators, supporting the
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development of these skills may lead to increased academic performance for students. Selfregulation stems from inhibition. Inhibition is a person’s ability to stop what they want to do or
would typically do and replace it with another action that would have a more favorable outcome
(Roebers, 2017). Roebers (2017) defined self-regulation as a goal-directed and “multi-level
allosteric system of feed-foreword and feedback processes operating at the biological, socialemotional (including temperamental), behavioral, and cognitive levels” (p. 34). When students
activate self-regulation skills, they may be thinking: What’s next? What can I do now? Where
can I go with this? How did that go? What did I learn? What went well, and What did not go
well? in multiple areas of their daily thoughts, feelings, and behaviors.
Not all executive functions occur at the same time or develop at the same rate.
Interestingly enough, they appear to build in stages similar to Montessori’s developmental theory
(Lillard, 2016). Attention develops greatly in infancy and early childhood, ages 0-6. Self-control
and self-regulation mature during middle childhood (6-9 years) while cognitive-flexibility,
information processing, and goal setting mature later, by 12 years of age (Anderson, 2002;
Lillard, 2016), but still within Montessori’s age limit for an elementary-aged child. Wellsupported goal setting can also lead to increased student motivation (Förster & Souvignier,
2014).
The literature suggests that there are three main components to successful goal setting
(Carroll & Christenson, 1995; Chan et al., 2014; Förster & Souvignier, 2014). The first
component is that students know what the learning objective is. They must understand what they
are trying to achieve. Goal setting is easier when students have learning targets or objectives.
These can be made available through “I can” statements (Chan et al., 2014). Connecting learning
targets to each other can make them even more meaningful for students (Chan et al., 2014).
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Teacher-taught mini-lessons can lead students to choose more valuable and less surface-level
goals (Carroll & Christenson, 1995).
The second component is that students must be able to articulate how they will go about
meeting that goal (Carroll & Christenson, 1995; Chan et al., 2014; Förster & Souvignier, 2014).
Specific goals can help a child transfer what they are learning and practicing in an attempt to
reach that goal (Chan et al., 2014). Students may also use the strengths they already recognize
they have with various strategies to meet their goals (Carroll & Christenson, 1995).
During the third component, students need to assess if and how they met their goal
through self-reflection, feed-forward, and feedback messages (Roebers, 2017). Students can then
“recruit, receive, and use feedback” (Chan et al., 2014, p. 107) to aid in future goal setting and
promote self-awareness of abilities. Feedback can come from teachers or other students. It
should specifically relate to performance data- including observation- and allow the child to
understand where they fall on the continuum of their learning.
A student’s development of self-regulation is a social matter and should not be taken in
isolation or only in partnership with an adult. Student-to-student interaction is an essential
element that adds to the social-emotional feedback that helps to develop self-regulation
(Roebers, 2017). Peer tutoring increases engagement and can lead to increased achievement
(Chan et al., 2014). Not only that, but peer to peer interaction can increase the child’s overall
sense of happiness in the classroom by giving them a feeling of belonging and social inclusion
(Diamond, 2012).
Many of the skills students will need to utilize to successfully plan and create goals such
as self-reflection, understanding requirements and time available, and organizing their time
contributes to the cause of raising their sense of self-awareness (Bagby, Diaz, Howell, Sukak, &
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Thompson, 2013). These self-regulation skills may have the greatest impact on the children’s
overall development in the long run. Children who struggle to master executive function skills
have been shown to have poorer health outcomes, less overall wealth, and worse social outcomes
than children with better executive functions even among peers with similar general intelligence
(Barker et al., 2014). Research suggests that teaching students generalized self-regulation skills
in a classroom setting will make those skills more available to the children, like an easy to reach
tool in a toolbox when they are needed (deFur & Korinek, 2016).
Direct instruction in self-regulatory skills, such as goal setting, may increase student
engagement and productivity in the classroom. Research indicates that executive functions
contribute to scholastic achievement, while executive dysfunction can lead to a risk of “low
academic attainment and, consequently, for educational differences” (Karbach & Titz, 2013, p.
868). While executive functions are widely studied, fewer studies have focused on the
developmental stages of subjects. While evidence suggests that certain executive functions occur
at certain ages (Anderson, 2002), more empirical evidence is necessary.

Methodology
The intervention included teaching the children about goals, how to set a goal, giving the
children time to work toward short term goals, and the children receiving peer feedback about
their work. The purpose of this research was to guide students to make better work choices and
increase their overall productivity by completing teacher assigned or student chosen activity
choices. I began with a series of lessons that were designed to last five days (see Appendix A).
Unfortunately, the school calendar gave me two weeks in a row with four days each due to a
long weekend. I decided not to cram content into a shortened time span on or move through the
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content too quickly. I would instead teach the lessons over the two four-day weeks, since one
five-day week was not available, and start collecting data on the first day of the 3rd week, which
was a full week. I collected data for four weeks total- three consecutive weeks, and then one
more week after a week off for midwinter break.
Twenty-six students in a lower elementary Montessori classroom participated in this
intervention. Seven of the children were in first grade, eleven were in second grade, and five
were in third grade. Eighteen of the children were female and eight were male. Thirty-eight
percent of students were children of color; 62 % were white. Twenty-seven percent were
economically disadvantaged. This classroom is the only Montessori classroom within a
traditional, suburban public school system in the Midwest.
On the first day, I gave lessons on goals in general. As a class the students and I defined
and discussed what a goal was. We agreed on the definition that a goal was something that a
person decides they want to be able to achieve. We then talked about short-term and long-term
goals. I defined short-term goals as goals that are quickly or more easily achieved. I described
long-term goals as bigger goals that take longer and more work to achieve. A long-term goal can
be broken down into many short-term goals to make a person more likely to be successful in
meeting that goal. The children shared examples of using short-term goals as a way of meeting a
long-term goal. For example, one of my students said that she wanted to be a great soccer player,
so she could practice different learning moves and get better at specific drills to help her become
a better player overall.
As a whole group, we then had a discussion. I asked, “Why are goals important?” I also
asked the children, "How can having a goal help you to succeed?" The children performed a
think, pair, share for the questions asked.
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We then defined SMART goal setting. We briefly touched on each letter of the acronym
and talked about what it stood for (see Appendix B). S was for the goal being specific, M was for
the goal being measurable, A was for the goal being achievable, R was for the goal being
relevant, and T was for the goal being time bound. I then provided the children with an activity
where they sorted six different goals into two categories (see Appendix C). They decided if a
goal fulfilled all the requirements of being a SMART goal or not. They were split into groups
and asked to discuss the goals in small groups, which I assigned, and complete the activity. After
a few minutes, I invited the children back to the group to discuss what they had decided.
The next day, I invited the children to choose a goal for their morning work cycle.
During whole group lessons, students worked on their individual goal over the next three days,
reworking them as needed to mold them into SMART goals. After the students had chosen their
goal and written it down on a SMART goal graphic organizer (see Appendix D), they started to
work on it. First, the children made sure their goal was specific. They had to explain what their
goal was. Next, the children had to decide if and how their goal was measurable. They had to
figure out how they would know when they had achieved their goal. For example, “better” and
“more” are not measurable. A child may want to do “more” math work, but that is not as specific
as saying that the child will do two math activities every morning instead of zero or one. I told
them when in doubt, include a number as in, "I will complete two works each morning." For this
day, I decided to skip over the A part of if the goal was achievable. I knew this part might need
some more guidance and conferencing and I wanted to make sure the children and I had enough
time to do so. The children worked on the R for if their goal was relevant. We discussed why the
goal was important to them. They thought about, discussed, and wrote down how meeting their
goal would affect themselves and our class community.
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For the third day of instruction, we focused primarily on if the goal was achievable.
Achievable is the A in SMART. They discussed with their peers if the goal they set was possible
and what they would need to do. This led to the next activity. The children filled out a Ladder of
Success or a goal ladder worksheet (see Appendix E). I demonstrated and guided the children
into finding mini-steps, or short-term goals, that they could take to help them meet their goals.
On this day, we also talked about the time frame. I let them know they all had four weeks to
achieve their goal. If they needed more time after that to work on completing their goals, they
would be invited to reflect on what was going well and what was not, then they could adjust their
goals accordingly. Once they have met their goal, they can use the skills they have learned to set
a new goal.
On the fourth day of goal setting, we focused on negative habits. I asked the children,
"What is holding you down? How might these things get in the way of your goal?" I gave the
examples such as being easily distracted, spending too much time chatting with friends or giving
up too easily. The children discussed this is small groups. Each child wrote one obstacle to their
goal on a sticky note and then shared with the rest of the class by putting the notes on the board.
We went over the notes on the board and then problem solved some possible solutions to general
themes, such as being distracted by friends. Students were then invited to fill out a WOOP Plan
(see Appendix F). WOOP stands for a wish (what do you want to do), outcome (how will it look
and feel to achieve your goal), obstacle (what could get in your way), and a plan (what will you
do to beat the obstacle). It is a 4-step plan. Students completed individual WOOP sheets in small
groups. No one in the group was done until every child had finished their individual sheets. Once
a child was done with their own work they were required to help the other members of their
group complete theirs.
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The next day we had a lesson on how to be an accountability partner. I explained to the
children that they had a very important job. I told them that they would ask questions about if
they had met standards related to achieving their individual goals. They would then score their
partners based on his or her responses to those questions. They had to listen very carefully. For
example, if the standard was “My partner set goals for the day,” they would ask, “Did you set
goals? What were those goals? How did you choose your goals for today?” I explained that they
would ask all the questions required by me, and they may ask more depending on if they felt they
needed more clarity. I also told them they would rate their partner for each standard on a scale of
0-3. Zero stood for not at all meeting the standard and three stood for meeting the standard
completely. I reminded the children that some days our best looks different from others. They
needed to look for the effort put forth rather than just on what was actually achieved. Students
also needed to be honest. It would not be fair or helpful to anyone if a student gave their friend a
higher score than they deserved or someone they were in conflict with a lower score. I told them
I expected them to use integrity, honesty, and compassion during this process. This process
asked students to open up and be vulnerable with each other about how they feel about their
work. Students needed to feel safe enough to do so by knowing they were going to be treated
kindly. I displayed the statements that they would be asked to grade and the questions that they
would ask to decide their partner's score for each statement (see Appendix G and H).
I had 5 data tools.
1.) Weekly Work Plans: Students used weekly work plans. Students wrote a list of 3 tasks
they had for the day at the bottom of this plan each day of the week. When they completed a
task, they recorded it in a matrix (see Appendix I). This showed work for the day and week and
which tasks, or works, were being chosen and completed.
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2.) The Magic Clipboard: I used a tracking sheet, referred to in the classroom as the
Magic Clipboard (see Appendix J). My assistant or I tallied each type of work completed and
color-coded the tallies based on days of the week by child. These tallies specify which child is
completing which kind of task. My assistant was trained on how to mark color-coded tallies for
completed work by myself. She was also familiar with the process as we had already been using
it in the classroom for several weeks.
3.) Student Self-Assessment: Students toke a self-assessment for how they felt about their
work in the classroom overall before the intervention and again after the intervention (see
Appendix K).
4. Observing Work Engagement: Elementary Log: I used the Observing Work
Engagement: Elementary log from the National Center for Montessori in the Public Sector's
Montessori Assessment Playbook (see Appendix L). This tally and log system was completed
every 30 minutes during the morning work cycle from 9:00 am to 10:40 am to determine which
students are engaging in work, using work as a prop, in between work, receiving help,
wandering/interfering with other's work, or disrupting other children's work. It also recorded
which work was being chosen as a classroom overall. I was the only person who collected data
on this form. My assistant did not.
5.) Accountability Partner Log: The final tool I used was the log for students that they
used when they conferred with their accountability partners. The child whose work was being
discussed answered a series of questions about their morning work cycle. Their accountability
partner rated their answers on a scale of 0-3.
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Results

The purpose of this study was to identify the effects between direct instruction on how to
set a goal and work toward achieving that goal and the amount of work completed by students.
It is important to note that between weeks three and four of data collection, the students
had one full week off of school for a mid-winter break. The week they returned, week 4 in this
data collection set, was interrupted by two snow days on Wednesday and Thursday of that week.
Data may have been affected due to these scheduled and unscheduled disruptions.
Works Completed
Math and language completed by class
I was interested in if the quantity of work completed increased through the duration of the
study. I had hypothesized that if the children set goals about completing work, and worked to
meet those goals, then the amount of work being done in the classroom would increase overall. I
took the results of the Magic Clipboard and added them up by the week. The graph below in
Figure 1 shows the data I collected. The data collected did not prove my hypothesis to be true.
Instead, the amount of math and language work completed by the class overall stayed nearly
consistent over the course of the first three weeks. Weeks 1 and 2 had the same amount of work
completed while Week 3 had a 2% drop in work completed. The greater decline in work shown
in week four can be attributed to school being closed for two consecutive days due to inclement
weather. The goals the children set all included completing math and language work.
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Figure 1
Amount of Math and Language Work Completed by Week
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Math and language completed by student
I wanted to look at the Magic Clipboard data further so I examined the amount of work
completed by student as shown by how many tallies in each section for each student was
recorded (see Fig. 2). What I hoped to see was the trend that most students increased their overall
amount of completed works as the weeks went on. I thought the students would have completed
more work in week 2 than week 1, in week 3 than in week 2, and so on. The data gathered did
not support that prediction. Rather, 30.8% completed more work in week 1 compared to the
other weeks, 19.2% completed more work in week 2 compared to the other weeks, and 34.6%
completed more work in week 3 compared to the other weeks. Students completed the most
amount of work in weeks 1 and 3. Fifty percent of the students completed more work in week 3
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than in week 1 while the other 50% completed more work in week 1 than in week 3. There was a
3.8% increase in the amount of children who completed more work in week 3 than week 1. With
a class size of 26 children, that equates to only one child completing more work in week 3 than
in week 1.
Figure 2
Amount of Work Completed by Child

Partner Accountability Averages for Four Weeks
The data gathered from the partner accountability survey offered some interesting
insights. There were a variety of factors that affected the data including, but not limited to,
students pulled outside of the classroom for outside interventions, tantrums/meltdowns, giving
friends high marks, thinking they did a better/worse job than they did, etc.
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There was a correlation based off of the accountability partner surveys where the score of
“My partner focused on their work” and “My partner did their best” were just about matched.
Students were scored on each statement on a scale of 0-3. These two categories scored averages
between 2.11 - 2.26 for students focusing and and 2.13 - 2.19 for students who reported doing
their best (Figure 3). According to the data collected, students feeling like they did their best and
feeling like they were focused were nearly aligned. There also appeared to be a correlation
between when students reported feeling focused and the amount of work that students completed.
Looking at Figure 3, when students were rated as more focused they were also rated as having
completed more work, while when students were reported as less focused there was a decrease in
work reported completed work.
Figure 3
Partner Accountability Scores
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Student Self Assessment
The children took a Student Self Assessment survey before the study began (Appendix I).
Overall, students were very or somewhat confident in all areas of the survey as shown by having
over 75% positive or affirmative feelings for all categories except “My classmates help me to be
successful,” in which 69% of students attributed affirmative feelings. I compared the students’
positive or affirmative feelings at the beginning of the intervention to feelings after the
intervention had been completed. Figure 4 illustrates the findings. Overall, students’ positive or
affirmative feelings increased. The two exceptions were the statements The goals I set are
helpful to me and I know how to choose work that matches my goals. The same amount of
students reported an affirmative feeling on the self-assessment before the intervention compared
to after the intervention. In the preassessment, these statements were given affirmative feelings
96% and 92% respectively, already a high amount before the intervention had even started.
The greatest increases were in the areas of I can set goals and I have strategies to help me
focus in class so that I can meet my goals. The former had an increase in affirmative feelings by
15% while students feeling they had strategies that would help them meet their goals increased
by 20%.
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Figure 4
Percentage of Positive Feelings About Goal Setting Before and After Intervention

On Task vs Off Task Behavior
The final data I analyized was data from the Observation for Work Engagement
(Appendix J). This data was made up of quick observations to quantify the children who were on
task, off task, and in between tasks. Behavior was recorded with one tally mark per student
observed. For the purpose of this analysis, I included engaging in work and receiving help as ontask behavior. Off task behavior included using work as a prop, wandering and interfering, and
disrupting. Figure 5 shows the class average of behavior observed per week. I did not include
children who were between work choices for this graph. The average number of children who
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were observed engaging in on-task behaviors increased over the course of the four-week study
by 19.7%. The average number of children observed engaging in off-task behaviors decreased by
55.2%.
Overall, the data collected suggests that over the course of four weeks children were able
to view their skill set with goal setting more positively. The amount of time children spent ontask increased. However, the amount of actual work completed showed little or no change over
the four-week study.
Figure 5
On Task Behavior and Off Task Behavior Observed
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Action Plan

Prior to my intervention I had observed that students lacked direction when it came to
setting goals and working toward those goals in the classroom. Students often had unproductive
work time because they were socializing with others in ways unrelated to work, wandering
around the classroom, or were not using their time efficiently. This led to instead taking longer
than necessary to complete work. I wondered if teaching goal-setting skills to students would
enable them to have more focused, structured, and productive work time. Would they become
more productive? Would they feel more capable and confident about their work choices?
Students were taught how to set a goal, what may distract them from meeting their goals, and
what to do if they faced challenges in meeting their goals. Students then created their own goals
for the next four weeks. Each morning I met with individual students and we reviewed their goal.
They met with an accountability partner each afternoon. Partners rated each other on work
completion and staying on task after engaging in dialogue with each other. Students were
encouraged to self-reflect on the scores they received each day. The data illustrated that students
either demonstrated or reported positive or no changes during the course of the intervention.
One conclusion that can be made from this research is that direct instruction of goalsetting increases on-task behavior over time. Periodically throughout our morning work time, I
would observe the activity of the children and record if behaviors were on task (engaging in
work or receiving help) or off task (disrupting, wandering, interrupting others). The average
number of children demonstrating on-task behavior over the course of this 4-week study
increased by 19.7%. The number of off-task behavior decreased by 55% from week 1 to week 4.
This may be due to increased motivation; something that supported goal setting can lead to
(Förster & Souvignier, 2014).
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I can also conclude that direct instruction of goal setting increased the children’s
confidence in their ability to set goals and use strategies to work toward them. Students may
have used feedback to promote their self-awareness abilities (Chan et al., 2014), which is
supported by the students’ pre and post-intervention student self-assessments. There was a 15%
increase in students reporting they could set goals in class and a 20% increase in students
responding positively that they can use strategies to help them meet their goals. In total, by the
end of the study, 80% of the students felt they could set goals compared to only 31% at the
beginning of the study.
The results of conducting this intervention with my students encouraged me to continue
to teach goal-setting skills in the future. I will also work to guide children to self-awareness,
specifically with time management and skills to stay on task. These executive functioning skills
combined with goal setting give a child a destination and the ability to get there. I also feel
encouraged to increase scheduled check-ins with my students to see how they are doing with
setting goals and working toward those goals, as well as making peer accountability partners a
regular occurrence. The process of discussing their goals with me enabled students to think
through planning their day and helped them to organize their time, strategies for maintaining
focus, and the goals they were working towards. It also allowed for an increase connection and
gave me more information about where they were in their process. This allowed me to better
support them. Accountability partners allowed for more dialogue and reflection about their
learning. It also reinforced that we were a class community that valued helping and supporting
each other’s learning. With limited time, creating a rotating schedule between the teacher and
peers may be the best option.
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My students became more fluent in their ability to set a goal. They are demonstrating
more focus in working toward their goals. They have also gained an understanding of goal
obstacles and how to thwart them through an increase of self-awareness. I noticed changes in
their behavior that led to more on-task behavior. Students were more careful about who they sat
next to and when. Some chose to sit at one-person spots. Some chose to wear noise-canceling
headphones, while others requested silent work time. While students are gaining self-awareness
and strategies to protect their concentration independently, I feel the next step would be to
provide more direct instruction with how to maintain that level of focus during group work.
I have questions about where this research could lead. Expanding the study to include a
greater sample size and age range would be beneficial. Based on the development of executive
functioning skills during specific periods of a child’s growth (Anderson, 2002), I wonder if the
impact would be great on upper elementary students (9-12-year-olds). I suggest the study be
repeated with lower and upper elementary classrooms. There could be more interesting
comparisons made between the two age groups as far as the effectiveness of the study. Twentysix is a small sample size, so including more children could lead to more accurate data. I feel the
amount of time I had to collect data was not long enough, especially factoring in that there was a
weeklong school break between weeks 3 and 4. Once the children had returned to school for
week four, 2 back-to-back snow days further interrupted the study and data collection process.
Expanding the period for data collection may show changes in the amount of work completed
over time. I would have also liked to return to the WOOP work that the children had done at the
beginning of the intervention. I feel that revisiting their plans of what they would do to overcome
obstacles would have benefited my students by giving them a concrete touch point.
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The study gave evidence to suggest that teaching children goal setting through direct
instruction, teacher guidance, and peer accountability positively impacts students’ self perception
about their ability to set goals and successfully obtain those goals in the classroom. While
teachers are charged with improving their students’ academic abilities, they are also responsible
for supporting students’ positive perception on themselves as learners and supporting the
emotional growth of the child. This study suggested that the interventions given positively
impacted students’ perception of their ability to set and meet goals. It was an empowering
experience for my students. I believe such an impact will lead to positive academic changes long
term. Giving children these lessons may positively influence them to become life-long,
competent seekers-of-knowledge.
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Appendix A

How to Set and Achieve a Goal Unit
•

•

•

•

•

Day 1, Lesson 1: Goals in General:
o Define and discuss what a short term and long term goal are.
§ Short-Term Goal: A small or quick goal. Many short-term goals can be
added together to help reach a long-term goal.
§ Long-Term Goal: A big goal that may take a long time.
§ Have children share examples of how short-term goals can help achieve a
long-term goal. For example, practicing soccer drills can help a child
become a better soccer play.
§ Children perform a Think, Pair, Share for these questions: Why are goals
important? How can having a goal help you to succeed?
Day 1, Lesson 2: Defining SMART Goal Setting, SMART Goal sorting
o Explain what each letter of SMART stands for (Specific, Measurable, Achievable,
Relevant, and Time-Bound)
o Goal Sort- Divide children into small groups. The students work in groups to sort
goals into two categories based on if they are SMART goals or not.
o Discuss the goals as a whole group and why certain goals are SMART goals and
certain goals are not.
Day 2, Lesson 3: Choosing a Goal and Working through letters S, M, R
o Students choose a goal specific to their morning work cycle. Students record
responses on the SMART graphic organizer.
o First, the children made sure their goal was specific. They had to explain what
their goal was.
o Next, the children had to decide if and how their goal was measurable. They had
to figure out how they would know when they had achieved their goal. I told them
when in doubt, include a number as in, "I will complete two works each
morning."
o The children worked on the R for if their goal was relevant. We discussed why the
goal was important to them. They thought about, discussed, and wrote down how
meeting their goal would affect themselves and our class community.
Day 3, Lesson 4: Letters A, T and The Ladder of Success
o Students discussed with their peers if the goal they set was achievable (A) and
what they would need to do.
o Children fill out a Ladder of Success or a goal ladder worksheet (see Appendix
D). Demonstrate and guide the children into finding short-term goals that they
could take to help them meet their big goal.
o Let students know they had four weeks to achieve their goal (T).
o Teacher meets with students 1-on-1 to discuss each student’s goal and Ladder of
Success plan.
Day 4, Lesson 5: WOOP
o Ask the children, "What is holding you down? How might these things get in the
way of your goal?" Give examples. Have children discuss in small groups.
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o Each child wrote one obstacle to their goal on a sticky note and then shared with
the rest of the class by putting the notes on the board.
o We went over the notes on the board and then problem solved some possible
solutions to general themes, such as being distracted by friends.
o Fill out WOOP Plan. Have children do this is small groups. Each child fills out
their own individual plan but group members are responsible for making sure
everyone in their group is successful- they help each other.
Day 5, Lesson 6: Being an Accountability Partner
o Accountability partners are randomly assigned. Accountability partners change
each week.
o Explained to the children that they had a very important job. Tell them that they
would ask questions about if their partners had met standards related to achieving
their individual goals. They would then score their partners based on his or her
responses to those questions.
o Explain student will rate their partner for each standard on a scale of 0-3. Zero
stood for not at all meeting the standard and three stood for meeting the standard
completely.
o Display the statements that they would be asked to grade and the questions that
they would ask to decide their partner's score for each statement.
o When the students are doing this work every day, guide them through each
question. Give each twosome a pen to mark. Keep score sheets fastened in work
folders. Have students switch folders so that they are marking on their partner’s
form.
How to be an: Accountability Partner
•

•

•

•

My partner set goals today:
o Did you set goals for today?
o What were the goals?
o How did you choose your goals?
My partner completed his or her work goals:
o Did you complete your goals?
o Which did you complete
o Which did you not complete?
My partner focused and worked hard toward meeting his or her goals all
morning long:
o Were you focused the whole time or did you get off task?
o What did you do when you had to wait?
o Did you stay with your work the whole time?
My partner did their best:
o How do you feel about your morning work time?
o Do you think you could have done better?
o What could you have done better?
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Appendix B
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Appendix C
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Appendix D
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Appendix E

Name: ________________________________

Date: ______________________

Ladder of Success
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Appendix F

Name:___________________________________

W.O.O.P!

Wish
Outcome

Obstacle

Plan
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Appendix G

Accountability Partner Form
For: _____________________________________

Filled out by: __________________________

Your accountability partner will ask you at least our questions and you will
answer them every day. Your accountability partner will rate your answer on the
orm. You MAY NOT chan e their answers! This is meant to help you think about
your oals and sel re lect on your choices in the classroom.
The ratin scale is rom 0 (not at all) to 3 (YES! SUPER AMAZING JOB YES!)
Monday:
My partner set oals or today.

0

1

2

3

My partner completed their work oals.

0

1

2

3

My partner ocused and worked toward meetin their oals all
mornin .

0

1

2

3

My partner did their best.

0

1

2

3

My partner set oals or today.

0

1

2

3

My partner completed their work oals.

0

1

2

3

My partner ocused and worked toward meetin their oals all
mornin .

0

1

2

3

My partner did their best.

0

1

2

3

My partner set oals or today.

0

1

2

3

My partner completed their work oals.

0

1

2

3

My partner ocused and worked toward meetin their oals all
mornin .

0

1

2

3

My partner did their best.

0

1

2

3

Tuesday:

Wednesday:
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Thursday:
My partner set oals or today.

0

1

2

3

My partner completed their work oals.

0

1

2

3

My partner ocused and worked toward meetin their oals all
mornin .

0

1

2

3

My partner did their best.

0

1

2

3

My partner set oals or today.

0

1

2

3

My partner completed their work oals.

0

1

2

3

My partner ocused and worked toward meetin their oals all
mornin .

0

1

2

3

My partner did their best.

0

1

2

3

Friday:
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Appendix H

How to be an: Accountability Partner
• My partner set goals today:
o Did you set goals for today?
o What were the goals?
o How did you choose your goals?
• My partner completed his or her work goals:
o Did you complete your goals?
o Which did you complete
o Which did you not complete?
• My partner focused and worked hard toward meeting his or
her goals all morning long:
o Were you focused the whole time or did you get off task?
o What did you do when you had to wait?
o Did you stay with your work the whole time?
• My partner did their best:
o How do you feel about your morning work time?
o Do you think you could have done better?
o What could you have done better?
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Appendix I

Sassafras Room Work Plan
Name: _______________________________
Week of: _______________________
What is My Plan?

Monday 11/11

Tuesday- 11/12:

Wednesday, 11/13:

Language/ ELA:
My Goal: _____

Language:

Language:

Language:

G.A.A.M.
(Geometry,
Algebra,
Arithmetic,
Mathematics):
My Goal: _____

G.A.A.M. :
Envision

G.A.A.M. :

G.A.A.M.:

Cultural World:

Cultural World:

Cultural World:

Cultural World:

Art and Practical
Life Work:

Art and Practical
Life:

Art and Practical
Life:

Art and Practical Life:

Music
PE

Music
PE

Art

How will you
SOAR?

PLAN:

1.
2.
3.

1.
2.
3.

1.
2.
3.

STUDENT GOAL SETTING
What’s My Plan
Language/ ELA:

40
Thursday- 11/14:

Friday- 11/15:

Language:

Language:

G.A.A.M.
G.A.A.M. :
(Geometry,
Algebra, Arithmetic,
Mathematics):

G.A.A.M. :

Cultural World:

Cultural World:

Cultural World:

Art and Practical
Life Work:

Art and Practical Life:

Art and Practical Life:
Playworks

How will you SOAR?

PLAN:

|1.

|1.

|2.

|2.

|3.

|3.

Check it out on the inside; how do you feel about this week? Why?
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Appendix J

Math or
Geometry Language Science
A
B
C
D
E
F
G
H
I
J
K
L
M
N
O
P
Q
R
S
T
U
V
W
X
Y
Z

Art/
Social
Envision Practical
Studies Research
Math
Life Other
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Appendix K
Student Self Assessment

Name: ______________________
Question
I can set
goals in class.
The goals I
set are helpful
to me.
I know how to
choose work
that matches
my goals.
I have
strategies to
help me focus
in class so
that I can
meet my
goals.
My teachers
help me be
successful.
My
classmates
help me be
successful.
I can meet
my goals in
my
classroom.

Yes

Sometimes

Date: _______________
Rarely

No
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Appendix L

Observation of Work Engagement: Elementary
School/Classroom: ______________________

Number of Children: _________

Absent Students: ___________________________________________________
External Factors: ___________________________________________________
Date: ________________________

Time: ________________________

Work Engagement of Students
Observe for 2 minutes or until you count each student once. Tally each category observed,
making one tally mark per student.
Time: __________
Engaging in
a Work

Using Work
as a Prop

In Between
Work

Engaging in
age-appropri
ate and
concentrated
work with
peers or in
presentation

Not
engaging
with material
or passively
allowing
peers to
complete
without
attending

In the
process of
selecting,
setting up,
observing
others, or
putting away
work

Receiving
Help
Consulting
with or
receiving
direction
from a
teacher in
class

Wandering /
Interfering

Disrupting

Moving
aimlessly or
conversing
without focus

Dangerous;
demeaning;
destructive;
prevents
others from
concentrating

Tally Marks
Totals

Work with Montessori Materials Observed
* Indicates material being used as a prop
Cultural
Science, History,
Geography

Language

Mathematics and
Geometry

Practical Life/ Art
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Observation of Work Engagement: Elementary
Work Engagement of Students (Repeat)
Time: __________

Tally Marks
Totals

Engaging in
a Work

Using Work
as a Prop

In Between
Work

Engaging in
age-appropri
ate and
concentrated
work with
peers or in
presentation

Not
engaging
with material
or passively
allowing
peers to
complete
without
attending

In process of
selecting,
setting up,
observing
others, or
putting away
work

Receiving
Help
Consulting
with or
receiving
direction
from a
teacher in
class

Wandering /
Interfering

Disrupting

Moving
aimlessly or
conversing
without focus

Dangerous;
demeaning;
destructive;
prevents
others from
concentrating

